Preparing future teachers to be successful and competent intercultural communicators cannot be overemphasized in a time
researchers, authors, UNESCO, and the Council of Europe to provide a framework and help for teachers working on their students' ICC (e.g. Pestalozzi programs, UNESCO Guidelines on intercultural education, OECD Global competency for an inclusive world, Autobiography of Intercultural Encounters, etc.).
Universities across the globe, having recognized the need to make their students effective IC communicators possessing global readiness, have been introducing courses on ICC (de Wit, 2015; Grefersen-Hermans, 2017; Griffith, Wolfeld, Armon, Rios, Liu, 2016; Spencer-Oatey, 2010) . With multinational companies, migration, and the rising number of minority students, policy makers "include intercultural objectives in curricula, and teachers find themselves faced with the challenge of promoting the acquisition of intercultural competence through their teaching" (Sercu, 2005a, p. 2) .
Enabling a professional to function in a foreign culture is essentially different from preparing a teacher to teach ICC, as the latter needs to develop his or her own knowledge, sensitivity, and skill in IC relationships, at the same time recognizing these elements in different cultures and learners.
Assessment is especially challenging for such ICC-development courses in higher education, due to the complexity of the concept itself, the need to have a final grade without imposing views on students, students' already formed beliefs, etc. The article is a case study on ICC assessment practices in an elective course, offered at the University of Niš, Serbia. Here future English language (EFL) teachers have to firstly develop their own ICC, and then be prepared to fulfill the requirements that the national curriculum places before them regarding the ICC of their future learners. It discusses how different ICC domains are represented in the assessment process and what tools can be used to provide enough feedback to students, while at the same time providing enough valid information for appropriate grading.
intercultural communicative competence in teacher education and practice
It is taken as a given that future language teachers should possess intercultural communicative competence, which consists of three components. Teachers should "know the culture and the foreign language, and show attitudes of interest in otherness and [have] skills in interpreting, relating and discovering" (Byram, 1997, p. 70 ) that would lead them to become "mediator [s] between people of different cultural origins" (p. 71), effectively and appropriately communicating in intercultural situations, with people with different cultural and linguistic backgrounds (Deardorff, 2006; Fantini & Tirmizi, 2006) .
Cultural knowledge, intercultural sensitivity, and competence will not 'tag along' with language instruction, nor will it adequately prepare learners for IC encounters (Bhawuk & Brislin, 1992) . ICC is a developmental process (Blair, 2017; Byram, 1997) , not a "one-off act of achievement or acquisition" (Blaire, 2017, p. 112) , it requires a structured instruction enabling people to successfully mediate between cultures (Byram, 2008) . Therefore, as a required outcome of language instruction, ICC with the broad, three-part focus presents a challenge for the classroom, and teachers need to know how to break it down into specific outcomes.
Another concern for foreign language teachers trained to be linguists, is that they do not feel confident about including culture into their language instruction (Byram, 1997) or when they do, they mostly refer to the elements of 'high' and surface culture (Lazarević, 2007) . Many, while believing that they are promoting IC values, still use a teacher-centered approach (Sercu, 2005b) , with "culture content [that] is often superficial, not systematic, and not given much weight in the assessment process" (Schultz, 2007, p. 12) . Teachers resort to factual knowledge as the most manageable to present and assess, leading to a simplistic representation of culture, stripping down interaction to particular rules, where only "surface explanations of actions are seen, without much attention given to 'contextual richness and depth" (Fleming, 2009, p. 8) . Finally, pre-service teachers come into programs with already formed beliefs about the values of teaching that are difficult to change (Hilbert, 2003) .
ICC in the local context
In the region, until recently "little attention has been paid in pre-service teacher education to exploring the cultural component of language study" (Davcheva, 2002, p. 68) or to supporting teachers to become aware of themselves as negotiators, as it were, between different cultures. While there is a body of research that focuses on training international professionals, a relatively smaller number of studies aim at student development (more in Griffith et al., 2016) , suggesting that "ICC is a malleable construct and that higher education may improve students' ICC" (p. 7). In the regional ICC context, language teaching curricula have been reshaped on the basis of the Common European Framework of Reference (CEFR) (2001) and the focus has been on inservice teachers (Ðuričić & Georgijev, 2013; Georgiev, 2014; Petrović & Jokić; Stojanović, 2016; Tanasijević, 2015; Vidosavljević et al., 2016; Višacki, 2016; Vujović, 2003) .
The National curriculum for foreign language teaching in Serbia for elementary education has a heavy focus on the cognitive domain of ICC, while at the same time expecting learners to develop a positive attitude and openness both towards other languages and cultures, and one's own language and cultural heritage. The Standards of achievement for elementary education (2017) solely deal with knowledge about other cultures, while those for high school education (2015) do not include any standards related to ICC. Also, although the Law on the System of Education (2017) states the importance of ICC, pre-service EFL teachers are still not formally required to have any IC competencies upon finishing their studies, nor is that stated as a program outcome. Still, regardless of the mismatch between different legal acts, laws have started insisting on ICC as an educational outcome, ICC has its place in the Serbian educational system, and university programs for teacher education do include ICC courses, although without a unified attempt at aligning study programs with the law.
intercultural communicative competence assessment
When it comes to assessment, it "is imperative to develop valid and reliable measures of ICC" (Griffith et al., 2016, p. 2) , and different methods will fit different educational contexts (Timpe, 2013) , different considerations and tools, with different challenges for instructors. There have been more than 80 different frameworks used over the period from 1957 to 2002 (Fantini & Tirmizi, 2006) , with the focus on different elements: perception, attitudes, behavior, knowledge -many of which are self-assessment tools. More recently, a broad review of assessment practices in higher education (Deardorff & Arasaratnam, 2017) showed that instructors from different countries mostly use a smaller selection of tools: from personal reflections, presentations and self-reports, to portfolios with reflective tasks, different questionnaires, interviews in reflective formats, and checklists.
Such a variety of tools reflects the different challenges that the concept poses with regard to assessment. Firstly, the difficulty of including all the variables: linguistic and sociocultural context, identity, the role of language in a society, expectations from assessment (Scarino, 2007) . Learner factors -cultural identity, age, gender, socio-economic status, learning style -may reduce the objectivity of assessment (Kjartansson & Skopinskaja, 2003) . Teachers are advised to use data from different sources, "observation checklists, […] attitudes inventories, surveys, portfolios, journals, self-evaluation reports, collection of written products" (Lussier et al., 2007, p. 29) to make valid assessments of learners' ICC. In a monolingual and monocultural context, where the possibilities for applying the skills often have to be consciously designed, some of these variables will be difficult to factor in.
Different formative assessment tools and performance-based assessments can respond to the complexities of ICC better than traditional assessment. Formative assessment is more motivating (Alkharusi, 2008) , can improve the quality of teaching and raise student performance (Riggan & Oláh, 2011) , and is more appropriate for a three-domain concept of ICC, as it is "effective in virtually all educational settings: content areas, knowledge and skill types, and levels of education" (Sadler, 1998) .
Since assessment assumes there is some sort of a threshold level, putting into practice any model is contingent on "the factors in particular circumstances" (Byram, 1997, p. 78) , making the threshold different in different contexts, always keeping in mind students' cognitive and affective development (Byram, 1997) . This is why ICC assessment needs a particular form and content for particular teaching situations and why ICC "cannot be assessed, or encouraged, by psychometric objective testing" (Byram, 1997, p. 90) but rather with formative tools, where students demonstrate their preferences, and where the correlation between three domains is visible.
Unlike other ICC training where there might not be any formal evaluation required, this is not the case with a formal course, as students finish with a particular mark. The immediate issue is how to assess the development of the affective domain without imposing one's own attitudes onto students while understanding that students' values and beliefs evolve over time, and affect knowledge and skills. Students need to be able to reconsider issues from different perspectives, all of which invariably takes more time than a semester-long course. A dilemma remains -how to give a final mark when it is very difficult "to define the development of processual competencies (Stier, 2002) by showing evident measurable results" (Lundgren, 2009, p. 147) .
Present study
With the present case study, we aimed at analyzing how the course objectives and desirable outcomes dictated the application and introduction of different assessment tools. We intended to show how the course material, particular local education and social context, and the apparent change in how students learn and process information influenced what assessment elements needed to be strengthened or changed.
A case study was used for the contained context, "to gain a detailed understanding of the process" (Bloor & Wood, 2001, p. 28) in the ICC classroom. Case studies provide an insight into a particular grouping as they gather holistic data, allow for different discoveries and therefore may produce new theories (Bloor & Wood, 2001 ) as well as a depth and richness of description (Lincoln & Guba, 2002) . Keeping in mind that the results cannot be generalizable to a bigger population, it is important to revisit the ideas, as ICC assessment is, in effect, always heavily context-dependent.
Each assessment tool set was used as a unit of analysis, and these were compared over a period of 10 years. It is hoped that the analysis shows a holistic overview of ICC assessment, with the necessary context (Patton, 2002) .
The context of the ICC course
The course was offered in 2008, when elective courses began to be more widely offered at Serbian universities. The need to strengthen the appropriate IC competencies such as critical thinking, curiosity, empathy, in addition to interpreting skills, was seen as vital at the particular moment in our society when a rise in homophobia, nationalism and ethnocentrism was detected (Dimitrijević, 2010; Radoman, 2011; Skrozza, 2008) . The instructors believed that future EFL teachers had to promote intercultural values, positive attitudes and understanding.
Students at the English department receive training in literature, cultural studies, linguistics and applied linguistics. The ICC course is a 5 th semester elective, it carries 3 ECTS and is taught in weekly, 90-minute long sessions.
The course set up
As the course is offered to English language students, there is a split focus between intercultural elements and students' language proficiency. Students are expected to get acquainted with the theoretical models of intercultural competence (Bennett, 2004; Byram, 1997; Deardorff, 2004; Hall, 1976; Hampden-Turner & Trompenaars, 1997; Hofstede, 1997) and raise their awareness of intercultural communication and the different factors that influence it. Other course objectives are the development of practical skills for studying how culture is expressed in language, media, discourse, and how culture influences communication; recognition of the ICC potential in language material; and the ability to adapt materials to teaching needs.
Before taking the ICC course, students have had a number of cultural studies courses (e.g. Introduction to British studies), gaining factual knowledge about Anglophone cultures. However, these are not the focus in the ICC course: students are expected to reach another level of knowledge: "the appreciation of the significance of the facts" (Byram et al., 1994, p. 137) -how they are seen in life and how they "underpin culturally shared understanding of their importance" (p. 137).
The course has been designed to provide a balance between training and education (Fleming, 2009) . This is students' first formal contact with intercultural instruction, therefore, they need to learn and develop their understanding if they are to apply it to their behavior. It is important that students realize that the course is not a 'dos and don'ts list' when meeting a new culture, and they are required to analyze the ideas of a monolithic culture, identities, dynamics of culture, dispositions and values. As an illustration of theoretical frameworks, students examine video material and texts with intercultural themes. Students analyze units from different EFL textbooks for IC content to raise awareness of issues such as stereotypes and different representations of culture. Although the focus of the course is more on academic achievement, with cognitive skills taking precedence, the instructors, being aware of this from the very start, try to compensate for this through material design, student-centered learning and formative assessment.
The number of students signed up for the course has tended to vary, depending on what other electives were offered. From the initial average of around 54 students during the first five years since the introduction of the course in 2008, the number has dropped to an average of 29 over the last five years due to an increased number of electives and decreased overall number of students in the study program.
Students are almost exclusively monocultural and, before exploring the ICC topics, as Davcheva (2002) would state, "they had never before had a reason, or a stimulus, to interrogate their experiences in becoming socialized into their native linguistic and cultural environment" (p. 70), thus probably being more prone to ethnocentrism than they would be aware. Most had had a tourist-like experience of other cultures, while their exploration of English-language cultures mostly came from their studies and the media.
Assessment in the ICC course
The final marks that students received are rather satisfactory -from 2008 to 2016, the percentage of students who earned the highest marks, 9 and 10, ranged between 11% and 33%, while in the last cohort of 2017 it was even higher: 60%. However, from 2008 there have been 24% to 40% of students in different cohorts who still have not taken their final, even though they have fulfilled pre-exam obligations (the reasons for this have not been explored, however, we believe graduating students put off taking exams in electives until they have passed all their other exams). Therefore, we believe that although the overall pass rate is satisfactory, some elements need to be re-examined.
Academic achievement and the development of students' own ICC were two equally important components but they made organizing and designing assessment effortful and complex. With the aim of the course being to help students firstly understand the concept of ICC with all its elements, then work on its development and finally prepare themselves to use it in their teaching, the assessment tools had to account for these different aspects that would be combined into a single grade.
Additionally, throughout the course there is insistence that students develop their critical skills and apply them increasingly more frequently as their ICC increases. Their critical thinking skills should be part of their teaching repertoire so that they would be able to guide their own students to develop "a multi-perspective view" (Guilherme, 2011, p. 364) . For this purpose, both continuous and final assessments have been employed.
As Deardorff (2011) notices, the development of ICC is a dynamic, ongoing process, and it cannot be expected that a learner will finish a course fully competent, as "there is no pinnacle at which someone becomes 'interculturally competent'" (Deardorff, 2009, p. xiii) . Therefore, it has always been crucial that students receive enough feedback, both on their understanding of theoretical models and their usage of language.
Our context of a monocultural classroom and pre-service teacher education also present several considerations for assessment. Firstly, the assessment tools used are not to be focused only on knowledge about IC competence, but on attitudes and skills too. Assessment is supposed to show students, in the form of loop-input (Woodward, 2003) what potential issues they themselves could include in their own teaching, and how to evaluate their learners' progress in terms of ICC. Then, for future EFL teachers, the language proficiency requirement has to be taken into account. They have to provide work that is of a sufficient linguistic proficiency, approximately on the C1-C1.2 level (CEFR, 2001 ) and show command of ICC-related terminology. For all the listed elements, continuous assessment followed by a final project has been seen as the most suitable form, as it includes language proficiency and terminology, and takes into account the affective domain.
Considering all these aspects that make the assessment in the course complex and challenging, after ten years of implementation we analyzed the assessment tools used, to explore their benefits and drawbacks, for the particular teaching situation, the profile of students and the goals of the course, and to highlight the issues that we see relevant for curriculum designers and assessment developers in teacher education.
Assessment tool analysis
Assessment tool set 1.When the course was introduced, assessment consisted of three parts: intercultural diary, essay, and presentation. Firstly, students were asked to keep a weekly journal with situations and intercultural events they found interesting, either from the community or from the media. They had to note down their thoughts and feelings, and reflect on theevents -either personal experiences or current domestic and foreign affairs. While the assignments were weekly, students presented the work two times during the course, and were given feedback and guidelines as to how some of the topics could be developed further. It was hoped that this would help students explore not only the facts but also the values of the people involved, and the way they were perceived.
Students were also expected to write an argumentative essay of up to 2,500 words problematizing a particular event, or a book, series, film, personal experience, or providing a cultural profile of a particular country, counter culture group, social or ethnic group. Students were free to explore topics from their journal in more detail and expand on what they had already written. Each essay would go through at least two working drafts before the instructors deemed it appropriate as the basis for the presentation. Students received feedback both on the form and the content of their essays, where the biggest problems were drafting the thesis statement and using theoretical models to support their views.
Finally, students had to give a five-minute presentation of the most salient points of their essay. Each presentation was followed by a discussion, where other students asked for clarification, gave comments, and in general, shared opinions. As students presented in groups, these discussions were quite vibrant, and all students took part. Students were awarded bonus points for their participation in discussion.
For each of these segments, instructor feedback was very important. By its very nature, feedback shows that the teacher brings certain attitudes to the whole process of teaching; it shows teachers' empathy towards students' learning and efforts (Sadler 1998) , and even more so in the case of ICC. The teacher should be a model, showing understanding, 'guiding' students as it were, and helping them develop and improve. The feedback was alwaystwofold: it referred to the language use, but also to terminology, ideas and connections between ICC elements.
The final projects students submitted were of good quality, students showed mastery of terminology, discussed varied sources, and, though they did not venture into current social issues, their final projects had almost an equal focus on cognitive and affective domains, with in-depth analyses of material.
However, it turned out that the form of the diary was too loose and some students seemed to have needed a firmer structure. While some students followed current events and tried to apply the theoretical frameworks to analyze them, others decided to only supply their thoughts, in the form of brief notes, on general, surface culture elements (food, subculture styles, music, etc.) without linking their entries to truly IC issues. Finally, the feedback on the intercultural diary did not play a significant role, being given only twice during the course, in an open discussion. Therefore, after three years, the format was changed.
Assessment tool set 2. The first change was the one from a diary to journal entries. While the diary was open to any number of different topics, the journal was a series of ten topics to which students had to respond in a 500-word paragraph. The topics were given at the beginning of the semester (e.g. the nature of patriotism and nationalism; analysis of the representation of minorities in newspapers; ethnocentrism in Serbia through Bennett's model, etc.) . Students were to submit their journal entries weekly over the 13 to14-weeklong semester. It was hoped that continuous assessment would give a steady insight into students' progress, and provide constant feedback to students.
The essay remained a requirement, while students were asked to have up to a pagelong draft prepared for peer review during a seminar session. A presentation was the final part of assessment.
However, during course work, students seemed to be dwelling more on the surface culture and its elements when discussing certain phenomena (e.g. students tended to describe practices rather than analyze the reasons behind a particular behavior). What started to be noticeable was that the quality of student journal entries and final essays was variable, as students failed to draw on the theoretical frameworks with which to analyze the topics. Another drawback continued to be the high number of students, resulting in a considerable workload for the instructors.
Therefore, after the assessment tools had been in place for two years, they were slightly changed to include a heavier focus on the theoretical framework, since the instructors believed it would be important for students' teaching practice.
Assessment tool set 3. The journal entries were retained as an assessment tool, as the instructors believed it gave students continuous feedback, kept them on the task, and required a continual engagement with the course. They provided a platform for students to give their opinions, as students were still free to link the journal tasks to topics of their own liking.
However, the ICC topics may sound deceptively familiar from psychology or sociology courses in students' high school education, or sound 'common sense' as topics that are present in the media and everyday life, leading them to believe that the theory behind it is commonsensical as well. The instructors decided to include two knowledge and evaluation tests in the fourth and tenth week of the course (with questions ranging from what behavior characterizes a particular culture dimension to whether they see multiculturalism as possible in today's society). The tests aimed at estimating students' familiarity with the reading material, as well as employing critical thinking, as one of the test questions always asked for students' own perspective.
Instead of writing a full essay, students were asked to provide a presentation proposal, a more detailed draft, on which they would base their presentation. Students had a seminar session for peer-and teacher-feedback on the topics they wanted to explore. The instructors believed that in that way the balance in assessment was kept, since now students were tested twice in a semester, paying greater attention to the continuous assessment and reducing the weight of the final project,, which formerly consisted of an essay and presentation. Still, the instructors felt that the presentation gave a platform for students to discuss the topic, so this element remained.
What turned out to be problematic was that students -when tested on cultural models in the first test -performed mostly unsatisfactorily. However, since students needed this knowledge in order to finish their presentations, most of them did solidify it later in the course. Therefore, testing them right after certain theory was introduced might not give us a valid insight into what students could do. Also, students expected test questions to be on theory only, and did not perform well on open-ended questions (e.g., why critical cultural awareness in Byram's model is considered to be its most important element, or why plurilingualism and pluriculturalism should be educational goals). Students also showed that they found the topics discussed difficult and demanding, especially the ones that asked them to reposition their points of view, analyze their own identity and their immediate cultural context.
Another issue noticed not only in this course, but more globally, is the way students received and processed information. For the last decade or so, students have 'managed' their courses for minimal effort and maximal benefit (Arum & Roksa, 2011) , an attitude that is not conducive either to true learning or to ICC development. Students are ready to do the limited reading and do the tests on it, without "individual investment and cognitive effort" (Arum & Roksa, 2011, p. 4) which is why this particular assessment system and insistence on critical thinking is perceived as too demanding. Additionally, students believe that the wealth of information and easy access to it would be enough for a successful completion of tasks, without a true need to learn or analyze information. However, background knowledge is necessary for cognitive skills (Willingham, 2009 ) and for complete ICC.
The change in how students see university has been well documented (Levine, 1993; McCormick, 2003; Ritzer, 1996) , as no longer a place that can provide some higher purpose, but is seen as just one of many things that students could do (Penn, 2011) . For courses that have objectives which are not immediate, but demand more global considerations and longterm investments of time, effort, and emotion, such as ICC courses, students are impatient with the demands and tend to work only towards the fixed, visible and short-term goals.
Furthermore, some of the students had additional difficulty navigating ICC topics due to their high school and vocational school educational profiles, with considerably fewer classes of literature, history, and social sciences. Material that would be important for the development of the cognitive domain, providing context for considerations of attitudes and opinions, had not always been part of their previous education. These students needed more time to get their bearings, considering, for the first time, social events in the light of different cultures and different identities.
In terms of IC sensitivity, on several occasions students tended to stress understanding, equality and tolerance as the answer to all problems, essentially showing the characteristics of the Minimization phase (Bennett, 2004) . They (falsely) believed that the attitude 'we are all equal, and no one should be discriminated against' is a sign of positive intercultural attitudes. It led, in one instance, to a student writing an essay that affirmed the politics and attitudes of skinhead subculture, which indicated that students needed more context knowledge so that they would be able to activate critical cultural awareness. Therefore, after three years, tests were replaced with a different task and a new assessment tool.
Assessment tool set 4. The journal entries were retained, as they provided a continuous check of students' progress. The number of entries was reduced, while the requirements for them stayed the same; they were short essays on the topics assigned at the beginning of the term, to be submitted every other week.
Instead of tests, students were assigned a group project -they needed to make a lesson plan for teaching English that would incorporate IC elements. Since students were taking an obligatory course in Methodology of teaching English in the same semester, this was seen as a good continuation and a cross-curricular link. The instructors recognized the complexity of constructing a lesson plan with a focus shifted to ICC (considerations of learners' age and proficiency, activity design, rationale behind their lesson plan, etc.); therefore, it was in the format of a group project. The instructors believed that the lesson plan would give enough structure to students to include IC material and focus on a range of language devices at the levels of grammar, vocabulary, idiomatic expressions and pragmatic usage that could carry socio-culturally loaded meanings in a contained context for their learners.
However, while students did not have any major problems with journal entries, it turned out that lesson plans with IC elements were difficult to produce. Students mostly relied on linguistic elements and sometimes theoretical support for certain teaching decisions was missing. Topics such as food, customs and other visible elements of culture were included, while very few lesson plans provided activities that offered a discussion (or any other type of analysis) of the invisible elements of culture. The activities in lesson plans were geared more towards knowledge than other domains, and where it was possible to include other domains -especially behavioral through pragmatic and socio-cultural elements in language -students did not do so. Even with feedback and gradual gear-up to the lesson plan, students clearly needed more time to come to terms with the complexities of various ICC elements. The scaffolding students had got from the Methodology course seemed insufficient to incorporate these new demands.
Since it seemed that this type of assessment presented more difficulties for students than the instructors had anticipated, and that students did not meet the requirements, it was omitted from assessment in the following academic year.
Assessment tool set 5. Finally, for the last two academic years the assessment tool has to a certain extent been restored to the initial format, consisting of six journal entries, essay draft, essay and presentation. The content of journal entries has been slightly changed, but they essentially explore similar issues as before (the nature of nationalism, ethnocentrism, prejudice, etc.). The requirements for the presentation have remained the same, while the essay is 1,500 words long.
Another change was introduced for the past four cohorts, when students had a chance to join a study group for ICC that was organized by the instructors and led by a visiting teaching assistant through the Fulbright US teaching assistant program. These are usually young teaching assistants who provide the much-needed intercultural contact for our students who then need to activate their affective and behavior domains and become the mediators of their culture. Students are given extra credit for attending the study group sessions as they explore the topics that are mentioned but not explored in detail in regular classes. This proved to be a useful addition to the course, as it brought students together in a group, allowed them more time to explore topics and gave them an opportunity to tailor the reading and viewing material on their own. These students, in their presentations and essays, showed more confidence and more awareness of IC issues. This was seen in their grades too: from 2014 to 2017, the percentage of the students who passed the exam in their first exam term was 39%, 64%, 63%, and 60%, respectively. Also, the percentage of those who passed with As or Bs was 21%, 33%, 11% and 83%, respectively.
concluding remarks
Each assessment tool in itself provides reliable evidence on students' achievements. The formats of an essay, lesson plan or presentation have clear standards and students are aware of how they need to perform in order to pass or achieve a particular grade. However, the questions of the ratio of different tools and how to appropriately represent three domains still remain because the ICC elements have to be balanced with academic expectations.
Additionally, given the social context, the instructors have always felt a need to increase students' IC sensitivity to their own society, as they would soon be educators themselves. It is important for instructors to help students develop the ability to recognize the processes that lead to the hidden oppression of minorities, to see practices which might allow stereotypes to remain unquestioned, and both policies and practices that cater to ethnocentric feelings and attitudes. However, using different frameworks that are generally used (IDI, for example, designed by Bennett (2004) , or INCA, designed by the INCA project team) would need to be adapted for our purposes, compromising their validity.
Continuous feedback given on all aspects of students' performance helped students in terms of their thinking, especially for journal entries and essays. Students needed guidance in order to do a deeper analysis of IC issues, to move from the statement and description of the phenomena to the exploration of culture characteristics. In this respect, the introduction of the study group proved to be a significant benefit, as they had structured support and interacted with a culturally 'different' instructor. The double scaffolding that was provided through formal instruction and the study group proved to be of considerable importance for student performance.
The considerations about the assessment tools in the pre-service ICC course for EFL teachers point to several issues, some of which are not always under the control of university instructors. Firstly, there are the changes in the high school curricula where the amount of teaching material (not necessarily in foreign languages, but in other school subjects) tends to take up most of the time, leaving little room for critical analysis of the content. Therefore, university students do not come equipped with some basic tools that would be useful for their introduction to and further exploration of ICC. The students signed up for the ICC course have repeatedly claimed that they had never been required to deliberate over any of the issues. While this should be taken with some reserve, it has been noticed in the work with students. Further efforts will have to be made to decide how to have a valid indicator of students' progress while providing them with enough scaffolding and practice.
Further, as this course is just one of many academic courses students take, the weight of the final grade will always be more on the cognitive side, with limited evidence of students' affective development. An incentive for lifelong learning should be one of the outcomes of the course, where students would see IC development as a lifelong process, and where they should be able to truly decentre (Byram, 1997) .
Also, our experience goes against the claims that students "are highly strategic in their use of time and allocate it primarily to the topics they will tackle assignments on" (Gibbs, 2014, p. 1) , as the tests results for most of the students were not satisfactory. Even when they had a chance to show their knowledge, when a smaller sample of curricula was covered, students for the most part showed less than satisfactory results because they seemed to see that information as something they could always reach for, while not processing it and making it an integral part of their learning. It would take a more comprehensive initiative to change students' views to learning than can be provided within the confines of this course.
Lastly, once students pass the course, they will have few opportunities during their inservice professional development to continue working on ICC. Therefore, coursework should set the foundation for students' independent learning and empathic attitudes, so that they are more appreciative and aware of differences, making their future interculturally-based language teaching more informed, structured, and embedded in their own interculturally positive attitudes and competencies (Paunović, 2011) . Also, much more empirical insight into teachers' classroom practice is needed, and further research would be more than welcome: a similar comparison of assessment tools in other teacher programs, for other foreign languages, and especially for minority or 'small' languages.
Ideally, we should hope to have a course on ICC development followed by courses training our pre-service teachers on how to include ICC elements in their teaching practice, which would narrow the focus and potentially help students gain knowledge, raise their awareness, develop critical thinking, and make them more skilful in and responsive to ICC issues, essential for 21 st century challenges.
